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CllAPTER ONE
INTRODUCTION
~Iany people have come to regard education as a
process through which the development of an individual
is sought in accord with his unique nature and needs.
This idea is in agreement with our democratic ideals,
since in a democratic society, each citizen contributes
to the common good to the extent of his ability. In
order for this contribution to take place, "lie should
offer individually stimulating and suitable educational
opportunities" to every person ('''itty, 1971, p. 59).
If this holds true, educators have a responsibility
to ensure that all students, including the gifted and
creative, be given the opportunities to reach their highest
goals. It has long been popularly assumed that gifted and
creative cllildren due to their superior abilities can make
it through school on their own without the benefit of any
special programs or guidance. However, research has sho\al
that these children, perhaps more than most, need to be
given an opportunity to unlock all of their abilities and
talents.
An article that appeared in ttThe Gifted Child Q,uar-
terly" by Elinor L. Horo\vitz in 1974 illustrated the vul-
nerability of the gifted:
1
The results of a vast body of research now demonstrate
beyond question that children of exceptional intelli-
gence do not learn effectively when grouped throughout
their school years with children of average ability.
(p. 18)
She further stated:
The gifted thrive in an environment where excellence
is expected of them, where critical thinking and problem
solving and the expression of creativity are a part of
their everyday routine. (p. 20)
Gifted children comprise a valuable part of our
society. They need materials which their intellect and
imagination can utilize to the fullest. They need encourage-
ment and outlets for their superior intelligence. Yet it
cannot be forgotten they are still children with all the
basic needs of children (Ziv, 1977).
In his book, The Ascent of ~fan, Jacob Bronolvski
(1973) stated:
~lan ascends by discovering the fullness of his own gifts
(his talents or faculties) and what he creates on the
way are monuments to the stages in his understanding
of nature and of self--what the poet \v. B. Yeats called
monUlnents of unageing intellect. (p. 24)
If gifted students are to have this opportunity to
discover their talents and faculties, schools must begin
to prepare them to meet this goal. Since society needs
to have the talents of the gifted, schools must cllallenge
gifted students to develop their excellence. The contribu-
tions of tl1~se students \vill be society's greatest natural
resource. Gifted students will contribute more to our
society if the educational environment will support their
needs. Encou~aging giftedness will create an atmosphere of
excellence which will ultimately benefit all children.
3Statenlent of the Problem
The purpose of this investigation was to present
the findings of recent research related to the nature and
nurture of the gifted child. The writer's major interest
is in the intermediate grades, but literature of general
importance, although not specified for the intermediate
level, was also included.
Definition of .Terms
For many years giftedness was measured by a high
score on an intelligence test and high academic performance.
~1ore recently, the term giftedness has been broadened into
the areas of superior intellectual ability, superior
creative ability, and/or superior talent in a variety of
activities (Rubin, n.d.).
In 1971, the United States Commissioner of Education
reported to Congress the following definition of gifted
children:
those identified by professionally qualified persons
who by virtue of outstanding abilities are capable
of high performance. These are children who require
differentiated educational programs and/or services
beyond those normally provided by the regular school
program in order to realize their contribution to self
and society. Children capable of high performance
include those with demonstrated achievement and/or
potential ability in any of the following areas,
singly or in combination:
1. general intellectual ability
2. specific academic ability
3. creative or productive thinking
44. leadership ability
5. visual and performing arts
6. psychomotor ability. (p. 3)
The specific areas (Tongue and Sperling, 1976) may
be further defined as follows:
1. academic/intellectual--high academic aptitude
and/or achievement in one or more fields of
study;
2. visual and performing a~ts--artistic/expressive
3. leadership--high level of leadership, social and
communications skills and superior moral
judgment;
4. creative or productive thinking--advanced in-
sight, outstanding imagination, problem solving
ability and original thinking;
5. psychomotor--manipulative skills (sculpture,
~echanics, athletics), expressive and artistic
body mo,rement.
There are a myriad of other definitions for gifted-
ness, but t11~ above definition due to i-ts multi-dimensional
approach, suited the writer's purpose.
Limitations of This Study
TIlis survey \vas limited to research dealing with
interraediate grade pupils who are gifted according to the
categories set fortll by tIle Department of IIealth, Educa-
tion and ;velfare.
CI-IAPTER T\'/O
TIlE l~l\TUI~E OF THE GIFTED CIIILD
This decade has brought a resurgence of interest in
the gifted. Since the Sputnik era of the late fifties,
gifted programs have enjoyed only intermittent popularity.
Public interest appears to run in cycles. Economically,
perhaps the lal'/s of supply and demand nlight apply. lllhen-
ever a society's interests focus on highly technical
disciplines, such as, space research or computer technology,
tl1ere is ultinlately an increase in public interest. It
is then that the elite of the society are called upon to aid
in the fulfillment of these goals. As Freehill (1972)
stated, ItFocus on economic, military, and space competition
has geared attention to the cash return and the technical
products of intelligenceU (p. 1).
Definitions of Giftedness
Generally in the past, giftedness was defined pri-
marilj-r in acadenlic terms, \vith a major emphasis on the cogni-
tive sl{ills suell as, verbal and reasoning abilities. An
I.Q. score was all that was necessary to identify a gifted
child in many cases. Today witll this resurgence of interest,
"there l1as been a movenlent to broaden the concept of gifted-
ness. Tongue and Sperling (1976) have determined several
reasons for this new enlargement of the giftedness concept.
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One being a recognition by educators that programs for the
gifted based on high l.Q. scores do not serve all gifted
children. Another concerns the question of giftedness. Are
there other kinds such as "street smart"? A third
reason centers on parental and administrative interest in
the upper ten percent, "the near gifted" rather tllan the
It highly gifted, If ).,ho comprise the top two to three per·cent.
A fourth reason concerns "the gro\'ling a\\Tareness that multi-
talents such as leadership, productive thinking, planning~
and plan implementation, decision making, forecasting and
communication cannot be isolated from academic/intellectual
talents" (p. 51). J\ final reason centers on the realization
that intelligence is not restricted to just one socio-
economic or etllnic environnlent, but to all the different·
cultures.
In 1971, the United states Office of Education
(~.1arland, 1972) issued a comprehensive, tnulti-ditnensional
definition of giftedness. Basically it recognized children
capable of high performance who demonstrate abilities in
one or more of the following areas: general intellectual
ability; specific academic aptitude; creative or produc-
tive thinking; leadership ability; visual and performing
arts aptitude; and psychomotor ability. l·rany school systems,
undoubtedly, have adopted this definition as the basis for
their programs. It certainly has served its purpose in
calling attention to the combination of abilities relative
to gifted children.
7Although it is comprehensive in nature, it does have
its shortcomings. The first is its failure to account for
motivational factors, which means totally involving one's
self in an activity. The second is the "nonparallel
nature" of the categories. TliO of them, specific academic
aptitude and visual and performing arts aptitude, emphasize
the performance areas whereas the others could be defined
as processes brought to bear on these areas. Actually, the
processes do not exist apart from the performance areas,
but are rather \-lell-integrated. The third problem concerns
itself with implementation. ~1any educators treat the six
categories as if they were each separate from one another,
and still continue to use the intelligence factor as the
major requirement for entrance into a gifted program
(Renzulli, 1978). The definition set forth by the United
States Office of Education, though comprehensive, fails to
give educators enough guidance to avoid the above mentioned
pitfalls.
In order to avoid the problems stated and provide
guidance, Renzulli (1978) has suggested a more operational
definition of giftedness based on three interlocking clusters
of traits. He states:
Giftedness consists of an interaction among three basic
clusters of human traits--these clusters being above-
average general abilities, high levels of task commit-
ment, and high levels of creativity. Gifted and talented
children are those possessing or capable of developing
this composite set of traits and applying them to any
potentially valuable area of human performance. Chil-
dren who manifest or are capable of developing an inter-
action among the three clusters require a wide variety
of educational o·pportunities and services that are not
ordinarily provided through regular instructional pro-
grams. (p. 261)
Renzulli's (1978) definition might provide more direction
for educators in the areas of identification and programming
than previously-used definitions.
Countless definitions of giftedness have surfaced
through the years, on which a multitude of educational
programs have been based. They range from Terman's (1926)
nlore restrictive definition of "the top 1 percent level
in general intellectual ability, as measured by the Stanford-
Binet Intelligence Scale or a comparable instrument tt (p. 43)
to ~vittylS (1958) all-encompassing definition of a gifted
child as one If • • • whose performance in a worthwhile
type of human endeavor is repeatedly or consistently re-
markable lt (p. 11). But in the final analysis, no matter
how many different definitions there are to help guide a
program, it is the commitment of a community to provide
for the gifted, that will ultimately make the difference.
Identification of the Gifted
The society, in wllicll 'VIe live, in order to g"ro\v and
nleet its varied challenges, must make a commitment to
acl{no\vledge the needs of all its citizens during their
educational years. All se@nents of our society harbor
extraordinarily able and talented individuals. It is just
a matter of recog-nizing these iIldividuals as soon as
possible, and nurturing their special abilities and talents.
As Stallings (1975) stated, identification should be made
as early as possible, be Inulti-dimensional, and should
concentrate on many expressions of exceptionality.
Once a decision is made in regard to the concept
and definition of giftedness, the identification process
can then begin. Generally this process falls into the two
categories of objective and subjective criteria. An iden-
tification matrix conceived by Tongue and Sperling (1976)
was found by the author to be a comprehensive combination
of these two types of criteria. The matrix is divided
into three areas: test data; performance data; and
developmental data.
In the test data area, there are seven possible
tests tllat can be utilized to ascertain ability. They are:
the intelligence; achievement; creativity-divergent
thinking; aptitude; divergent feeling; biographical inven-
tory; and culture-free tests. The t,.,o most \."idely used,
though, are tl1.e individual "intelligence test and the group
achievement test.
Of those, the two more well~known individual
intelligence tests are the Stanford-Binet and the 'vechsler
Intelligence Scale for Children. These tests, though
\V'idely utilized, 11ave COllie under severe criticisra in
recent years. In l1is bool" Ziv· (1977) has stated four of
the most common criticisms. The first is that these tests
are not valid as predictors. They do predict success in
academic \~o"rk, but not necessarily success in a future
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career or in personal life. The second limitation or
criticism concerns tIle mis~se of the scores by teachers,
administrators, and other personnel. Too many decisions
and generalizations are based on a single score, such as
promotions, college entrance, or admittance to special
prograll1s. The fact that tIle tests are culturally-biased
brings up the third criticism. r-t is thought that minorities
and other lower-class children are at a distinct disad-
vantage. when taking the test. Finally, the fact that these
tests do not measure creativity or divergent thinlcing 11as
made tllem a prinle target for criticism. Intelligence
tests such as these are useless as indicators in the area
of creativity. In conclusion, I.Q. tests do have their
place as valid indicators of academic success. However,
they should be used with caution. One must be aware of the
limitations and no·t use them as the sole criterion for
entrance into a particular program. They are a valuable
tool for identification, but SllOllld be used in conjunction
''lith other data.
Another issue surrounding individual intelligence
tests concerns the I.Q. levels themselves. '~~at I.Q. score
determines entrance into a gifted program? This varies
from autll0r to author and program to I)rogram. GOl"lan and
Demos (1964) have suggested these terms to identify the
various le'vels of giftedness. Cllilclren \-1110 have I .Q.. s
above 115 are termed Superior. Those with I.Q.s of 140
and above are called Gifted and children with I.Q.s above
..L..L
160 are labeled Highly Gifted. This is just one interpre-
tation of I.Q. levels. There are numerous others. Each
particular school district must set their own levels in
conjunction with the scope and goals of their particular
gifted program.
TIle groul) achie"'rement tests are the second most
common forra of evaluatioIl. Pl.gain., Ziv (1977) has noted
various drawbacks of group tests. One is that the testIs
pO\ver of discrimination of lligh levels of intelligell.ce is
1o,..,. Secondly, tIle correlation bet\"/een group and individual
tests is not high. Additionally, group tests tend to
pel1.alize tllose wit1! reading problems, and those who com-e
fronl a different culture. Finally, the group test does
not take into account the child who lacks interest or moti-
,ration to complete tl1.e -test. Tl1.ese dra'\vbacks should
seriously be taken into account when evaluating a student
for a gifted program.
The other types of tests previously mentioned are
listed by na~e on the following pages. Again it should
be noted tllat if tIle creativelgifted concept is a C01nl)Onent
of a progranl, then tests specifically geared for evaluating
creti"v:tty S110Ll1d be utilized (Torrance, 1965). Also of
importarlce, is tIle fact that tllcre l1ave been consistent
findings (Guilford and Christensen, 1973) to indicate a
lOlv correlation bet,.,een scores on creativity tests and
I.Q. Consequently, one must be wary of associations
betl'leen tl~e t\'lO.
The second part of the identification matrix deals
with performance data, which also are an integral part of
the identification process. The perfornlance data are
di"\~ided into three sections: grades, demonstration of
slcills, and nominations, checI{lists and scales by teachers,
peers, parents, and the candidates themselves. It is hoped
that some of these nleasures \·/ill be dealt \1ith during the
course of an evaluation. The demonstration of skills refers
either to tangible projects completed by the child or to
a live demonstration of a skill. Martinson (1974) has
indicated the high reliability of peer nominations and
parent nominations. lIo,v-e"tler, sll.e further stated that open-
ended teacher nominations have a low reliability, except
when accompanied by a checklist. Ziv (1977) has proposed
the follo,\ving characteristics \'ihicl1 could be used by the
teacher to evaluate a student for a gifted program. They
are:
capacity for integration
critical thinking
curiosity
facility of expression
love of reading
need for achievement
orig-il1.ality
perseverance
quickness of comprehension
special interest. (pp. 64-65)
The final category of the identification matrix
concer~I1S itself \vitIl dcvelorJmental data. Information
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gathered in this area is revealed through case studies,
biographical data., anecdotes, and interviews. In this way,
motivation and the extra-curricular activities of the child
\viII be realized and \'IiIl provide an additional dimension
on Wllicll identification can be based.
This program of identification just outlined will
provide direction to those involved in this crucial pro-
cess. It is imperative that the various limitations of the
devices be kept in mind, and that no single component be
solely relied on as an identifier of giftedness. There
must be a synthesizing of all the elements of the identifica-
tion process in order to ensure a successful prediction of
giftedness in an individual.
The Creative/Gifted
Recently creativity has been closely allied with the
broader definition of gifteclness. It has become a vital
element in the gifted ~ovement. New solutions are needed
to meet the demands of a rapidly-changing world with its
ever-increasing problems. One of the emphases is on training
the gifted child to be more creative, and to learn techniques
of problem-solving (Gallagher, 1964 and 1975). Consequently,
there has been a rebirth of this elusive concept called
creativity, \vith all its elements and ramificat.ions.
Arriving at a definition of creativity is no simple
tas!" especially \vl1.en planning a gifted program. .A.n
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abundance of definitions have been formulated by experts
in the field of creativity. One very interesting and unique
definition of creativity was set forth by Wayman (1973).
It states:
Creativity is like landing on a strange planet and
finding mountains made of marslunallo't"l cream. It is
lool{i11l; at one tIling and seeing sometlling else: \Jlhat
is tall may beconle short; what is skinny is suddenly
fat; \~hat is big is suddenly small. (p. 28)
At the other end of the spectrum, a much more succinct and
simplified meaning was formulated by Barron (1969) who
said, "Creativity may be defined quite simply as the ability
to bring something new into existence It (p. 10).
Kneller (1965) noted that definitions of creativity tend
to fall into four categories. First, creativity may be
considered from the standpoint of the physiology, tempera-
nlent, habits, and values of the l)erson WllO creates.
Creativity may also be considered in terms of mental
processes such as motivation, perception, learning,
thinking, and communicating. Another definition of
creativity may focus on cultural and environmental influences.
Lastly, creativity may be thought of in terDS of its pro-
ducts such as inventions, paintings, poems, and carvings.
Traditionally, the last definition has been the most
lltilized due to the easy assessment of its products.
'fuatever category of definition and specific meaning agreed
upon, ,,,ill be contingent on the goals of a specific program.
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Parnes (1962) suggests that for creativity to func-
tion one has to have needs, one has to be \iorking toward
something, and one must have a goal. Once this goal is
established, there are four processes or stages through
which a creative passes to obtain their goal. They are:
Preparat~on-- Information is gathered during this
period.
Incubation-- Reorganization of information is
going on without the person being
cognizant of it.
Illumination--This is the happy stage. Suddenly
the creator realizes a solution to
the problem.
Verification--The idea obtained in the first three
stages is put to the test.
Educators, while delving into the topic of creativity,
uncov~red four basic abilities necessary to creativity and
problem-solving. They are fluency, flexibility, originality,
and elaboration. Torrance and Meyers (1970) defined them
as follows:
Fluency is the ability to generate a quantity of different
ideas in response to a specific problem.
Flexibili~y is the ability to generate many perspectives
in search of possible solutions.
Originality is the ability to come up with unique or
unusual ideas.
Elaboration is the ability to build on an idea while
looking at the ramifications of the problem.
These four basic concepts are elaborated in Guil-
ford's (1967) Structure-of-Intellect model. The model
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represents three aspects of mental functioning namely,
Operation, Content, and Product. An explanation of the
aspects and the lcinds of information they represent is as
follO\\Ts:
Operation--Cognition, ~femory, Divergent production,
Convergent production, Evaluation;
Content-- Visual-figural, Auditory-figural, Sy~mbolic,
Semantic, Behavioral;
Product-- Unit, Class, Relation, System, Transformation,
Implication. (p. 109)
'-fuat do these three aspects of mental functioning
offer in terms of understanding creative thinking and
talents? The following is a brief explanation according
to Guilford (1975). The various kinds of operation in the
first category contribute mainly to problem-solving. The
one most often associated \'lith creative thinl<:ing is that
of divergent production. Basically it is defined as
moving or branching off in different directions. In terms
of education, divergent thinl{ers are likely to produce a
variety of ideas in order to solve a problem. The remain-
ing types of operations are also important to creativity.
Conv·ergent production searches for rigllt ans\V'ers, \vliich
aid creative persons sucl1. as scientist's. Cognition and
Llemory help t11e individual collect information and store
Evaluation infornls tIle incli\ridual of 'Vlhether the
solution is adequately interpreted and solved.
.1..1
The content categories illustrate creative per-
formances in society. Artists, engineers, and architects
would most likely excel in the visual-figural functions,
whereas those successful in the musical area would be high
in auditory abilities. l'w.lathematicians ,,,ould excel in
s~nbolic abilities. Semantic abilities offer possibilities
in the writing, teaching, and planning fields. High be-
havioral abilities are reflected by salesmen, politicians,
policemen, teachers and the like.
The category of products of information is more
or less an elaboration of the aforementioned abilities of
fluency, flexibility, originality, and elaboration, which
are necessary to problem-solving.
This Structure-of-Intellect mod~l (Guilford, 1975)
has provided a fresh conceptualization of intellectual
functioning and has significantly influenced measurement of
intellectual abilities. Additionally, it has provided a
frame't'/orl{ for development of a variety of educational
opportunities for gifted children in general (Khatena,
1976).
Creativit~y· llas gi"\rerl ne'\v ':lirection to the gifted
nlo"rement. Tl1ere is still mllcl1 integration of all the
fielcls of l1UTI1anistic psychology tllat need to come together
to form a ne\'l conlponent ''1hich \viII sho'\v tIle reaches of man I s
nlind. Tllis conliI1.[;· tOf;ethcr \iiIl be far greater than gifted-
ness and creativity, but will include man's unlimited
pot:,ential (Golvan, 1978).
..LU
Characteristics of the Gifted
Numerous lists of cllaracteristics have been pub-
lished describing attributes of gifted children. These
lists have given guiclance ·to educators, parents, and
probrams. Understanding the characteristics of gifted
children will help educators in two ways. First, while not
necessarily defining tllenl, cllaracteristics may be thought
of as clues to more specific behaviors. In addition, charac-
teristics may serve as signals to warrant a closer observa-
·tion of a child. No single list should be considered exclu-
sive, but rather as a guideline to possible identification
later on (Boston, 1978).
Le\vis Terman and 11is associates provided invaluable
research on high I.Q. children through his longitudinal
study of approximately 1500 gifted children, in the late
19 20s. The sample \\Tas drawn from California schools and
Terman identified the subjects through teacher ratings.
Field studies were conducted on the sample in 1927-1928,
1939-1940, and 1951-1952 with follow-ups by mail in the
late 1950s (Gallagher, 1975).
Ternlan's findings contradicted the stereotypes that
gifted children were weak, unpopular, and anti-social. A
SUl1unary by 'ferman and Qclen (1951) on the general character-
istics of the sample is as follows:
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--The average child is slightly better physically.
--Children are more often gifted in the fields of
language usage, aritrunetic reasoning, science,
reading, literature and the arts, as opposed to
spelling, historical information, civics, and
aI'ithmetic computation.
--They have varied interests, read easily, and read
more often than the average child. They acquire
numerous collections and cultivate hobbies.
--They are less inclined to boast, and are more
trustworthy, when tempted to cheat. Their charac-
ter preferences and social attitudes are more whole-
some along with a higher score on an emotional
stability test.
--Nearly all traits are in the upward direction in
deviation from the generality.
Terman \~as a 'pioneer in tIle field of gifted education. He
gave educators valuable insights into the nature of gifted
children and did much to destroy some of the myths that
surrounded them at that time.
'Along \iitll Terman there are many other authors who
have contributed lists of cllaracteristics depicting the
gifted child. A most noteworthy list is provided by
Goldberg (1975):
1. They see relationships earlier.
2. They operate at a higher level of abstraction.
3. They have a better memory.
4. They readily encode and decode.
5. They function at higher cognitive levels.
6. They are interested in questions such as u,"hat is
the meaning of life?"
7. They want to know lvhy they have to do certain things.
8. They have a high level of moral juclgment.
9. They seeI< clJ.allenges.
10. 1l hey develop early basic learning skills.
11. Some are more ma-ture.
12. They learn to cope and compensate.
13. They have tIle ability to solve communications prob-
lems.
14. They become anxious about peer relationships due
to their differences.
15. \Vhen something captures their interest, they are
difficult to redirect into other activities.
16. They \'1ill seel, others \'1ith similar interests.
17. They have a certain ease of performance.
Gifted children will not necessarily exhibit all
the above characteristics. Each child needs to be judged
on his merit as an individual, and receive attention accord-
ingly.
Another point to be noted is that "Giftedness
appears in many different forms in every cultural group
and at every level of society" (Witty, 1951, p. 10).
\vitty's statement brings to mind a frequently overlooked
segment of society termed the 'culturally different. U TI'lis
population is not often identified for gifted programs.
A culturally different child may be one from an inner city,
may be bilingual or may be a rural child. A culturally
different child may not necessarily be at an educational
disadvantage. It depends on how many types of enriching
experiences he/she has had tllat are v'alued in American
education (Tongue and Sperling, 1976).
Another general description which would include this
special population of the cultur~lly disadvantaged was
offered by Stallings (1975). He said gifted children are
those rt\vho excel \\"ithin tJleir enviroruneIlt in a creative or
exceptional manner as defined by the values and expectations
of tIle people of that conununitytt (p. 58). Essential skills
differ from culture to culture and what is tasic to one may
not be basic to another.
Stallings (1975) presents llis O\'ln encompassing
list of cl1aracteristics of gifted cllildren regardless of
culture. Gifted children are those who:
1.
2.
3.
4.
5.
6.
7.
8 •.-.
9.
10.
create and invent beyond the boundaries of a given
field
explore wide-ranging interests and relate well to
others with similar interests
utilize ~ntellectual and creative skills in assess-
ing environments, problem-solving and creative pro-
ducts
demonstrate imagery in informal language and brain-
storming
generate many ideas and solutions to probl~ms
cope \\lith environmental situations creatively
pursue numerous special projects and activities
are excited by new ideas, but do not always see
them through
can inlprovise '\iith everyday materials
have high expectations of others and self which
often lead to high levels of frustration
The creative personality has become an important
aspect of giftedness. Questions are continually being
asked concerning the nature, values, interests, and other
dispositions of these individuals. Traditionally the
cognitive abilities such as fluency, flexibility, originality
and elaboration determined creative behavior. However,
both cognitive and non-cognitive traits are essential.
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Davis and Rimm (1978) have summarized a list of
characteristics illustrating the creative individual. It
is as follows:
--They are high in self-confidence and independence and
are more willing to take a risk. The innovative
individual is not afraid to stand up for his/her be-
liefs no matter what criticism or failure may follow.
--The creative person is quite aware of his/her tendency
toward nonconformity and creativeness.
--A high energy level, spontaneity, adventurousness,
and sensation-seeking are common among the highly
creative.
--Another trait is the preference for complexity and
attraction to the mysterious.
--A childlike playfulness and good sense of humor
contribute to creativeness.
--Traits of .idealism and reflectiveness are common.
--Artistic and aesthetic interests are fairly strong.
It is imperative that educators be aware of the
characteristics of gifted children. It is their general
qualities and behavior that help to guide the formulation
of special programs.
CI-L:'\PTER TllREE
TIlE NUI{TUl~\NCE OF TI-IE GIFTED CHILD
The author considers many factors to be instrumental
in the nurturance of a gifted individual. Those to be
discussed at length in this chapter are: the role of
the curriculLUn; tl'le role of the teacher; ancl the role of
the reading program itself. The importance of these
components can not be overlooked in any discussion relative
to the education of the gifted.
Once the formidable task of defining and identify-
ing the gifted child has been accomplished, educators can
then commence with the job of setting up a suitable curricu-
lum. All too often, though, special curriculum emphasize
the academic aspects of a child's development. Dicl~ann
(1978) noted seven attributes that describe the complete
man. They are that man is: alive; purposive, intelligent;
loving; moral; truthful; and spiritual. In the broadest
sense then, the aim of educators should be to produce,
througll the educational process, a complete or symmetrical
person. The gifted, being most exceptional, warrant not
only aid in curricular areas, but aid in discovering and
nurturing their uniqueness as persons. Education should
be more than just curriculum and activities.
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Development of a Gifted Program
Setting up a pro~ram for gifted students is by
no means a simple task. There are no magic formulas that
will ensure success in this endeavor. What may be a success-
ful beginning program in one school district may have
disnlal results in another. Tllis is not to imply -that
general guidelines sllould not be observed. According to
Retzke and Le\vis (1978), the person or persons setting up a
gifted program must be aware of two main bodies of knowledge.
First, they must be cognizant of appropriate practices in
gifted education. ~lore explicitly, a good theoretical and
experiential background in gifted education is necessary
for the implementation of a successful program. Secondly,
those setting up a program must be aware of the process
of innovation and change. }Iany a program has been adopted
not for \vhat it ,vas but hOlV' it was introduced. They
further state four stages an individual or group can go
through \'1l1.en implementing a program. They are: the catalyst;
the process helper; the solution giver; and the resource
link stages. Decause there usually is resistance to change,
it is inlperati,re tIl-at c.S nlany peOl)le as possible l)ecome
aware of gifted children and their special needs. This is
where a catalyst (an individual or group) comes into the
picture. The catalyst creates dissatisfaction and points
up a need for more interest in the gifted. This might take
the form of parent-sponsor~d talks, staff newsletters, or
teacher-sl1arecl \vor!cshOI) materials. Tl'1e catalyst needs to
,,,in support for gifted programs and dinlinisll resistance.
Otherliise, the cl'lances of implementing a successful program
can be considerably reduced. Once a need has been created,
the process helper takes over and does a needs assessment
or attitude survey involving the students, staff, adminis-
trators, and co~~unity. As a result, a planning committee
can be set up to make decisions regarding the definition of
giftedness, identification procedures, and possible programs.
The neA~ stage involves the solution giver. This person
provides information and suggests approaches regarding
program alternatives that would be practical for the
sellool district. Some of these alternatives might include
curriculum changes, resource rooms, or an itinerant
teacher for the gifted. Finally, a successful program
involves natclling the resources to needs. I(no\ving what
resources are available and utilizing tllem is the function
of the resource linker, the last stage. These are just
some considerations to be taken into account when starting
a program for the gifted. A methodic and carefully thought-
out approach will surely lessen the chance of program
failure, and provide adequate direction to those implement-
ing a gifted program.
A further elaboration on suggestions for implement-
ing a gifted program is provided by Vassar and Lanza (1972).
r.ehey state tllat there are certain ke37 items to be alvare of
l"hell developing a program for tIle gifted. They are:
26
1 • The principal should be tl1.e l<:ey individual in the
developing of a program.
2. Everyone involved should have a thorough under-
standing of the concept of giftedness.
3. Analysis of existing student and staff needs must
be made for the school.
4. Philosophy and objectives must be determined for
the progranl.
5. An identification process for specific groups Inust
be developed. (Intellectually, talented, or creative-
gifted)
6. Curriculum must be de,reloped by the principal ·and staff.
7. Teaching strategies must be developed.
8. Instructional and supportive staff must be selected.
9. Role of various publications in the community must
be considered for better public understanding.
10. Organizational design for the placement of students
must be developed.
11. Coordination with other programs in general and
special education in the district have to be consid-
ered.
12. A definitive plan for evaluation is to be developed.
Once the initial stages regarding support and the
set-up of the program have been completed, some clear-cut
student objectives need to be formulated. People involved
in the decision-making process have to focus on a definite
set of objectives for the program. Perrone (1978) has
contributed some thoughts in this area. lIe states these
student objectives:
--diminish self-dissatisfaction
--improve self-understanding
--stimulate interests - initiative
--foster conceptual development
--foster motivation
--foster a value system
--achieve effective peer relations
.&,,1
Due to tIle unique talents and qualities associated wit1l
gifted children, a definite set of objectives or goals are
required to give credence to a gifted program and to nourish-
tIle ever-present exceptio-nal gifts of these individuals.
Not only do educators have the responsibility of recognizing
giftedness, but they also are charged with the task of iden-
tifying goals that will enllance their student' 5 attributes.
Types of Programs
The type of program a school district chooses
depends a great deal on the philosophy and goals of the
program, the resources available, the staff, and the defini-
tion of giftedness. The unique needs of the gifted warrant
unique programming and the major aim of gifted education is
to fos"ter self-directed learning. Programs that ma!,e
every effort to match learning styles of students and
teachers and facilitate individualization are most appropriate.
looong the most con~on trends in progr~~ing today are:
Acceleration. Acceleration enables students to
cornpl-ete their education earlier than others. Examples of
this liould be early arunission to kindergarten, sl{ipping
grades, dual enrollment, advanced placement, independent
study, and early college admission.
Ellrichment. Enriclunent I)rovictes activities that
challenge the student,s tl1.rough increasing l{no\iledge and
understandings. i\dditional \vorl{ that is merely more of
the same, is not considered enriclwent, but rather individual-
ized \vorl, that takes into account the learners abilities and
interests.
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Grouping. Grouping may take the form of programs tl1at
segregate gifted students or may group children for some
activities \'l11ile they remain \'lith regular classes for others.
These organizational patterns are some of the more common
arrangeIl1ents \'1hich lend thenlselves to elaborations such as
resource centers, resource teachers, mentorships, interest
clubs, and co~~unity sponsorships.
Seeking an ideal progr~~ for the gifted would be
unrealistic. \·fuether the teacher is \vor!{ing \'1ith gifted
cllildren in the classroom, \'111ether they are placed l-vitil their
intellectual IJeers on a part-time basis, or \vhether they
are completely separated is not really the vital issue.
There are advantages and disadvantages to each grouping
arrangef!lent. ,~rnat 'w"orks best for one district may be
totally wrong for another. There appears to be an increas-
ing consensus, ho\vever, that a conlbination of mainstreaming
and separation offers the most advantages for the gifted
(Bartel, n.d.).
Specific Program Models
Today, many authors in educational circles are
expounding on specific Inodels for implementing gifted
!)rograms. DeterLlining 11.0'(_'1 a program \vill relate to the
existing curriculwn is a most crucial pllase in tIle process
of program i~plementation. Consequently, various gifted
program models available to educators must be looked at
very closel)T.
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Bloom's book, Taxonomy of Educational Objectives,
is often mentioned when discussions center on curriculum
change. It consists of a hierarchy of cognitive skills
listed from -the lOlvest to the highest levels of thinking.
They are: l{nolvledge; compreIlension; application; analysis;
syntllesis; and evaluation. In the regular classroom, tIle
first three levels are nlost lil<:ely to be stressed, \'111.ereas
little time is spent on the other skills of analysis,
synthesis, and evaluation. If Bloom's model is to be
employed, the higher levels of thinlcing should be emphasized.
This model, ho,~ever, lends itself more to enriclunent
activities than to separate programs (Poll, et al., 1979).
Gallagher (1975), in terms of the adjustments a
school district must make in order to accommodate the
gifted, has proposed three areas of cllange: program
content; methods of presentation; and learning environment.
Content adjustments illustrate an effort to modify
the curriculum for a gifted child who demonstrates the
abili.ty to handle comple:x: and abstract ideas. In most cases,
enriC~ilent is the plan. It consists of activities devoted
to the further development of particular intellectual
skills. 50010 abilities to be developed are stated by
Gallagher (1975) in this way:
--~he abili~y to associate and interrelate concepts
--Tl1.e ability to evaluate facts and arguments critically
--The ability to create new ideas and originate new
Ii.nes of thoug11t
--The ability to reason through complex problems
JU
--The ability to understand other situations, o·ther
times, and other people and to be less bound by one's
Olin peculiar envirorunental surroundings. (p. 77)
Gifted students require a differentiated educational program
to nleet their needs, ratller tllall simply increasing their
assignments and special projects.
The second point involves a change in tIle methods of
presentation. This means going beyond the internalization
of facts, and helping the child develop his/her Olm learning
style. Just understanding the content skills is not enough.
According to Gallagher (1975), two different cognitive
styles ar~ evident in the classroom. They are problem-
solvers and problem-finders. Since there are computers to
solve problems, society could use more problem-finders.
TIley l"ould seel" out problenls that lie ahead in tIle future,
such as population control, nuclear energy and the like.
;vell-thought-out solutions stimulate productive thinking
and creativity. In this way, unique and qualitative
answers are ernphasizecl rather than just correct ones.
TIle tl1ird area of change invol.ves the learning
env-iromnent itself. Tllis n1ig11t eIltail moving stude·n-ts
to a different setting or simply changing the nature of
tI1.e setting. SOllIe COJl1.nlon conc.erns might be more efficient
instruction, new pilot programs, staff development,
creation of special nlaterials, interaction with community
professionals, and a differentiated curriculum. ~fuatever
tIle learnin6~ envirorunent, some of the desired outconles
should be an illcrease in tIle students' in"volvernent, self-
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confidence, and motivation to seek knowledge on their
Olm.
Another comprehensive model which covers the areas of
skills, enriclElent, and separate programs, is put forth by
Tannenbawn (Poll, et a1., 1979). His model encourages
educators to plan a progrw~ for the gifted in all content
areas. Basically, his model centers on five areas of
content acljustment. TIley are: (1) brainstorm basic
skills; (2) telescoping con~on core; (3) provisional
augmentation; (4) programmatic augnlentation; and (5) out-
of-school augmentation.
TIle brainstorEl basic sl{ills com!Jonent refers to the
tools for learning wl1.ich Tannenbaum sees as tIle abilities
to evaluate, s:;rntl1esize, a11d analyze'. Tl1.e development
of these higller-levrel tl"1inl<ing sl{ills Sllould l)ecome all inte-
gral part of the curriculum.
Telescoping common core refers to acceleration of
learning '-is ,,,ell as broadening tl1.0 !{no\vledge base lvithin
a specific content area.
Pro,\risional allgmentation is defined as adding subject
matter to the curriculw~ such as anthropology, ecology,
econoY!lics or socioloe;y.
I)rogranu:latic augr:lentation pro'licles stu(lents \vi-cll
a 11ro2.(lcr vie,V' of a subj cet 171atter Buell as history from tIle
vie,\" of a European citizell.
Finally, -tIle out-of-scI-loal aUg1:lentation segnlent of
tIle nlodel l)l~o·v·ides for t110 ,lltili-zntion of resource persons
from tIle community in sucl1 nreas as la\v, meclicine, and
philosopl1y.
Tannenbaum's model (Poll, et al., 1979) is specific
and covers many facets of a gifted program in all content
areas. This model will give the educator some scope and
direction l'/hen IJlanning a gifted progranl.
Another lllodel or guide for developing a program for
the gifted was devised by Renzulli (1977). His model is
built upon the following characteristics of the gifted
as he sees tlleln. They are intelligent, usually posses s
creativity, and usual~y possess a commitment to the tasks
in \~hic}l they are said to be gifted.
Assuming that these are the characteristics of the
gifted, Renzulli (1977) has developed a comprehensive
instructional program called the Enrichment Triad Model.
The model comprises three types of activities:
Type I
Type II
Type III
General exploratory activities
Group training activities
Individual and small group investigation
of real problems
General exploratory activities are meant to bring the
student in touch with areas where a genuine interest may
lie. These activities should be about a field rather than
an in-depth inquiry into a field. This type gives the stu-
dent an idea of what it means to actually be a geologist,
llistorian, \vriter and the like. TliO kinds of activities
that bring this about are field -trips and visiting experts.
These exploratory activities can help gifted students
find new areas of interest. In this way, the student
can be dra\'1n deeper into ne\i areas of study.
Group training activities deal with activities
such as values clarification, data analysis, and designing
experiments. These exercises are meant to help the student
to learn how they think and feel, by knowing how to classify,
verify, observe, and compare. By organizing their minds and
emotions, the gifted will be better able to cope with more
challenging situations.
The third type, individual and small group investi-
gation of real problems, is the culmination of the previous
two types of activities. After acquiring the methodologies
and processes, the student is then prepared to investigate
a real problem. Sonle examples of Type III activities would
be solving social problelns, publisl1ing poetry and ne\'lS-
letters, building an arboretum and organizing oral histories.
The possibilities are endless for helping students focus
on solving problems in areas of concern.
Renzulli's (1977) model is an enrichment model that
permits acceleration of development in thinking and feeling
processes. This model also gives the student some practical
experiences In doing what is real.
There is a great diversity of programs and contribu-
tions that are occurring, which give gifted students an
opportunity to explore, experiment, and enrich their
experiences.
The Reading Program
Reading is generally thought to be the most important
subject in the elementary curriculum. It is an essential
tool used by the student in an effort to attain higher
levels of achiev~nent. Due to its central importance,
a reading program should then attempt to develop each child
to the uppermost limits of his/her ability.
Gifted students, especially the academically gifted,
have an almost innate affinity for books and are likely to
be reading at advanced levels of comprehension. Therefore,
the reading program is an appropriate place in which to
provide for these unique individuals (Trezise, 1978).
Tisdall (1964) identifies several general and
specific needs of the gifted to be met in a reading program.
He stresses these twelve needs:
1. Differentiation of instruction is imperative.
2. Regular and careful evaluation of the child's
reading ability and acllievement is called for.
3. Proper grouping for instruction is needed.
4 • The readiness prograln must be adap"ted to the child
and his needs.
5. The gifted pupil needs to be actively involved in
reading instruction.
6. Differentiation of reading style according to tIle
type and purpose of material read is necessary.
7. An ever-increasing range of reading material must
be made available to the gifted pupil.
8. The gifted child needs guidance in critical reading.
9. Intellectually superior stu<lents must be ch~llenged
if learning is to take place and interest in learning
maintained.
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10. The gifted child needs continuity in reading instruc-
tion throughout his school career.
11. The gifted child needs and can obtain a realization
of self-fulfillment through reading.
12. Gifted children need superior teachers.
In addition to recognizing the special needs of the
gifted, a reading program should include specific objectives
compatible with these needs. Trezise (1978) stresses three
objectives for a gifted reading program which are in harmony
with these needs. The gifted student should: (1) read
more widely; (2) read more critically; and (3) read more
creatively than the average student.
Read more widely. Today there is a plethora of well-
written books on the market available to students for the
purpose of encouraging wide reading. There are many excel-
lent bool{s centering on a variety of topics and themes to be
presented to students who have the ability to handle them.
Sanle sources 'vllich provide an extensive listing of
books for gifted children are the Teacher's Guide to Chil-
dren's Reading by Nancy Larrick, and Reading Ladders to
I{uman Understanding edited by r·Iuriel Crosby. The Anlerican
Library Association also provides a list of children's books.
These references (Earbe, 1974) can provide eclucators 'iith
selections of literature comparable to the abilities of
their gifted students.
Not only must literature be included in a gifted
reading program, but other materials necessary for a \iell-
informed, well-rounded student must also be included. Some
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examples to be incorporated would be: newspapers; popular
magazines; teA~books; reference materials such as encyclo-
pedias; research findings; and government reports. This
assortment of reading matter will give the gifted student
variety as well as the opportunity to transfer learning
sIcilIs from one material to another.
In addition to being supplied with a wealth of
reading materials, students should be made a\'1are of tI1.e
author, tIle. content and the theme and style of the material.
Tllis can be accomplished through ,veIl-planned instructional
activities and discussions.
Exposing gifted students to outstanding children's
literature and other varied reading matter will permit
them to broaden their reading horizons, and also provide
t11em \vith one nlore stepping-stone to total fulfillment.
Read more critically. ~!ost reading programs devote
considerable time and numerous practice exercises to work
attacI{ and basic comprehension skills. Because many gifted
children master these skills at an early age, subjecting
them to resJUlar exercises lV'ould only bore and frustrate
them. It would be more valuable to concentrate on the
critical reading skills which both depend upon and aid
in the development of logical thinking processes. These
skills can be grouped into six basic areas: (1) inference;
(2) assumption; (3) deduction; (4) interpretation; (5)
prediction; and (6) evaluation. Programs should concentrate
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on these general areas. More specifically, this means that
gifted students should be encouraged to swnmarize and para-
phrase, aIlalyze \ihat they have read, gather insights, and
make value judgments on the stories. Gifted students should
be allowed to dissect what they read from the standpoint
of content and style and to speculate on the basic truths
of books (Trezise, 1978).
Read more creatively. The third objective or goal
stated by Trezise (1978) concerns reading more creatively.
As opposed to the convergent nature of critical thinking,
creative reading is divergent. Creative readers go beyond
whnt they have read. They bring themselves which are their
feelings, values, and attitudes to the reading process.
Smith (1969) supports the idea that creative reading
is a behavior that is taught in part by the use of questions.
The following guidelines for synthesis-level questions were
taken from Sander's (1966) book, Classroom Questions-~fuat
Kinds? Stated briefly they are:
1. There is no single correct answer but many
possible answers.
2. ~lore freedom is allowed in finding an answer as
opposed to lOlier thought categories.
3. \ffuen answering, the student creates a product
or communication.
4. A synthesis-response can be evaluated only
suLjectiv·ely.
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TIle follo\iing criteria (Smith, 1969) illustrate
the differences between convergent and divergent questions.
Convergent Questions
1. ask only for informa-
tion that is in the
story.
2. do not ask for the
reader's personal
ideas.
3. ask for a correct
answer that can be
determined by analyz-
ing the story.
4. focus on the author 1 s
meaning.
Divergent Questions
1. ask for information
not in the story.
2. ask for the reader's
personal ideas.
3. do no·t attempt to
evoke responses that
are correct or incorrect.
4. focus on what the
reader can add.
Another view on tile idea of creative reading is
submitted by DeBoer (1963). He identifies five specific
aspects of creative reading. They are: (1) creative
inquiry; (2) creative interpretation; (3) creative inte-
gration; (4) creative application; (5) creative criticism.
The first, creative inquiry, concerns itself with the
student asking questions beyond the informational level.
The next, creative interpretation, is the recon-
struction of reading material using clues from the original
\vriting.
The third, ~reative integration, is the recombining
of 't-lords, concepts, and images of a story into a ne't'1 per-
ception in the reader's mind.
The fourth aspect, creative application, is the act
of relating the reader's experience to what he/she has read.
The fifth, creative criticism, involves separating
fact from opinion and drawing conclusions that may not
necessarily agree with those of the author.
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Torrance (1965) reflects in this way on critical
and creative reading in his boole, Gifted Children in the
Classroom. He states:
Ferreting out the truth from \'iha-t one reads requires
that one be both a critical and a creative reader.
Being a critical reader only makes a child aware of the
biases and deficiencies in the accounts of writers. It
takes a creative reader to understand the reasons behind
discrepant accounts and reach sound conclusions about
lv-hat is true. (p. 21)
A reading program should go beyond the learning
of skills and the answering of comprehension questions. It
should strive to accomplish two things. First, a program
should enable children to read for a variety of purposes
such as information, clarification, verification, and
pleasure. Second, and more important, it should instill
in children a genuine love of reading that will last them
throug110ut their lives.
The Role of the Teacher
In a gifted program, the teacher plays a major role
in helping the gifted child fulfill his/her goals. It is
tIle teacher \iho creates the atnlospl1ere in "llLich learning
either flourishes or declines. Admittedly, the ·teacher is
not solely responsible for the progress of a gifted child.
Ancillary persoIlnel ~/ho migllt be' involved include: adnlin-
istrators; principals, school psycholOgists; counselors;
slJecic::..l teacl1ers; librarians; parent-teacher organizations;
comraunit)r leaders; sponsors; and volunteers. Th·eir roles.
are secondary in nature, though, when considering the close
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relationship that usually develops between the teacher
and his/her students. Because of the central importance
of the teacher, topics such as: teacher traits; curriculum
implications for the teacher; and strategies when starting
a gifted program are worthy of mention and will be dis-
cussed on the follo,vin~; pages.
A teacher of the gifted should first and foremost
be a competent teacher. There are varied opinions, how-
ever, on lvhat COllstitutes a competent teacher. One such
opinion is set forth by Gallagher (1975). He submits
a comprehensive list of traits important for both a
competent teacher and a teacher of the gifted to possess,
as follows: be in good health; have many interests; be
creat~ve; be proficient in teaching the content areas; be
involved in the community; have a philosophy of education;
have a kno\vledge of learning theories; ha"t/e a sense of
humor; and have plenty of physical energy. In addition
to the above list of traits, it is crucial that the teacher
possess a genuine interest in the gifted and a heartfelt
desire to develop their unique talents.
Another topic that concerns a teacher of the gifted
is the implications that are derived from already-known
researcll about tllis special group of clliltlren. J\ssuming
that gifted children require a differentiated mode of learn-
ing suggests some implications (Nelson and Cleland, 1971).
In an attempt to provide adequately for gifted students,
tI1.e teacl1.er:
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must possess an understanding of self.
must possess an understanding of giftedness.
should be a facilitator of learning rather than a
director of learning.
must provide challenge rather than pressure.
must be as concerned with the process of learning
as with the product.
must provide feedback rather tl1an judgment.
must provide alternate learning strategies.
must provide a classroom climate which promotes
self-esteem and offers safety for creative and
cognitive risk-taking. (pp. 48-53).
An educator who ascribes to the notion that gifted
students are unique individuals \'1ith a promising potential
\'IiI! find the above implications helpful in providing guidance.
I-laving a sense of direction '\vhen attempting to meet the needs
of gifted children is of paramount importance in the attain-
ment of a successful program.
The last topic to be considered concerns the strategies
a teacher can employ in the beginning stages of a gifted
program. The teacher, being a central figure, must take
the initiative laying a solid foundation for the program.
This can be accomplished through a well-thought out strategy
or plan of action. Suell a plan is suggested in a tllesis
by Elaine Brotman (1976) entitled itA Study of the Attitudes
of Classroonl Teacl1ers TOliard Gi-fted and Talented Students."
IIer twelve-step plan for classroom teachers is as follo'\is:
1. Seek further training to strengthen understandings
and skills in teaching gifted/talented students.
2. Set practical and attainable goals for the gifted/
talented s-tudents ill tIle classroom.
3. Request released time for curriculum development
and \V'orl<:ing \-lith gifted/talented students.
4. }"lake use of local professional ar-tists, musicians,
dancers, and actors to work with talented students.
5. ~'!ake use of the expertise of specialists \iit11in
the co~~unity such as scientists, corporate execu-
tives, local businessmen, service organizations,
and government officials.
6. Develop a resource center within the classroom, the
school's library or a separate area.
7. Provide or suggest to parents out-of-school
experiences for gifted/talented students.
8. Add publications on gifted/talented children to the
school's professional library.
9. Involve other members of the faculty in helping
gifted/talented students, such as guidance counselors,
art, music, and physical education teachers, the
librarian, and the child study team.
10. Team-teach to provide cross-disciplinary instruction
for gifted/talented students.
11. Solicit the support and cooperation of administrators.
12. Encourage planning for differentiated education for
gifted/talented students throughout the entire school
system. (pp. 79-80)
An envirorunent conducive to the develo~nent of the
gifted child's superior talents is needed, and it is the
responsibility of the sellool system to provide this environ-
ment. T·he teacher then beconles the key to effective learn-
ing for tile gi.fted child. Consequently, this person TI1ust
1)0 carefully cl10sen and trained for teacl1ing tIle gifted,
if the end result is to be a successful program.
Cllll.FTER FOU~
sm'~I!/lRY
One of the basic beliefs in our society is that all
children are entitled to an education that meets their
individual needs. Educators are bestowed with the awesome
responsibility of achieving this basic tenet. The gifted
children in our society, though they COmlJrise a relati,rely
snlall se~rment of the population, also need to be included
if this belief is to be upheld. There are some, however,
\vho .-/ould contend tl1at tIle gifted can get along on tl1.cir
O\'ln "litllout benefit of any special progranuning. Research
in recent years has indicated just the opposite to be true.
Gifted cllildreIl do \varrant a qualitati'vely' different
educational progranl to neet their unique needs.
Being cognizant of researcll concerning the nature
of tI1.e giftecl child is crucial for tIle educator in~rolved
in a gifte·~l progl~aln. Tllere are tl1.ree in1portant considera-
tions to be u'\vare of. First, the term giftedness varies
in rneaIling from autl101~ -to aut1101~. SOlne definitions center
on tile intellectu~lly/gifte(l, some on tl'le creati"l/ely/~iftcd,
and otl1ers 011 tIle talen-tefl/gifted, and some combine tI1.e
three. There is no single clear-cut definition of giftedness
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for educators to rely on. Educators must decide which
meanings best fit the children in their individual program.
The second consideration is that of the identification of
the gifted child. This process falls into three categories:
test data; performance data; and developmental data. The
most common means of identification are the individual in-
telligence test and the group achievement test. However,
if an educator is to get an accurate and complete picture
of the child, there should also be focus on performance
and developmental data. The third consideration concerns
the characteristics of gifted children. Numerous lists
describing gifted behavior are available to the educator.
I<nolving some of the general characteristics of gifted Cllil-
dren will be a helpful guide in the formulation of special
programs.
There are many factors instrumental in the nurturance
of tIle gifted chil(l. In the author 1 s vie\v, the t\vO most
crucial are the development of the program and the role of
tl1.e teacher. Being lcno'''ledgeable about both the gifted
cllrriculuIn and tIle selection and training of the teachers
is vital to a successful progrtim. Careful step-by-step
planning is essential in the nurturance of a gifted individual.
APPE:~DIX
liPPENDIX
The follo'tving is a listing (rrongue and Sperling, 1976)
of specific tests and other instruments a"'v'ailable to educa-
tors for use in identifying gifted and creative students.
Intelligence--Individual
Cattell Infant In"telligence Scale (ages 3-30 nl0ntl"1s)
Psychological Corporation
Concept Assessment Kit - Conservation (K-3)
Education~l and Industrial Testing Service
Peabody Picture Vocabulary Test (ages 2.5-18)
American Guidance Service
Stanford-Binet Intelligence Scale (ages 2 and over)
!-Ioughton-l"lifflin COlapany
Vane Kindergarten Test (ages 4-6)
Clinical Psychology Publishing Cowpany, Inc.
\vechsler Intelligence Scale for Cllilclren (ages 5-15)
Psychological Corporation
lvechsler Preschool and Primary Scale of Intelligence
(ages 4-6.5)
Intelligence--Group
California Test of ?,Iental !··laturit:r
i-Ie Gralv-IIill
Cognitive Abilities Test (grades k-l, 2-3, 3-12)
lIoughton-r·rifflin Conlpany
I-Iennl0n-NelsOIl Tests of lIcntal i\.bility
(grades 1,-2, 3-6, 6-9, 9-12)
Iioughton-!'·1ifflin Coop.any
4l
Kuhlmann-Anderson Test (grades k-2, 2, 3-4, 4-5, 5-7, 7-9
Personnel Press 9-12)
Lorge-T11orndi!<e Intelligence Tests (grades 1(-13)
I-Iougl1.ton-l·Iifflin Company
Achievement Tests
California Achievement Tests (forms for all grade levels)
cTn/r'lcGr~\"1 l-lill
Iowa Tests of Basic Skills (all grade levels)
Iiougllton-l"Iifflin Company
~Ietropolitan Acl1ie~vement Tests (all grade levels)
IIarcourt, Drace, and Jovanovich
SRA Achievement'Series (grades 1-9)
Science Research Associates, Inc.
Stanford Achievement Test (grades 1.5-9)
Harcourt, Drace and Jovanovich
Vlide Range l\chievelnent Test, Revised (ages 5-11, 12+)
Guidance Associates of Delaware, Inc.
Creativity/Divergent Thinking
Graves Design Judgment Test (grades 7-16)
r·1aitland Graves - Psychological Corporation
Guilford Creativity Tests for Children (specific IQ tests -
Sheridan Psychological Services, Inc. grades 4-6)
Iowa Tests of }~sic (Literary) (grades 4-12)
Dureau of Educational Research and Service
Torrance Tests of Creati -"e T11inI<:ing - "'lerbal (grades 4-12)
Personnel Press
Torrance Tests of Creative Thiw,ing - Fi~ural (grades 1-12)
l)ersonnel Press
!pt~tude
Academic Promise Test (grades 6-9)
Psychological Corporation
Differential Aptitude Tests (grades 8-12)
Psychological Corporation
Guilford-Zi~nerm~nAptitude Survey (grades 9-16)
Sheridan Psychological Services Inc.
s. O. I. Learning Abilities Test
S. O. I. Institute, El Segundo, California
Diver"ent Feelin~(? &1
Darron-Welsh Art Scale (ages 6-18)
Consulting Psychologists Press, Inc.
Personality Rating Scale (grades 4-12)
Educator's - Employers' Tests & Services Associates
J't'1ooney Problem Checl<: List (grades 9-12)
Psychological Corporation
Eiographical Inventory
f~lpha Eiographical In,rentor:r (grades 9-12)
Institute for Leha,rioral Researcll in Creativit Jr ,
Salt Lal{e City
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